Central Washington University

ScholarWorks@CWU
All Graduate Projects

Graduate Student Projects

Summer 1991

An Exploration of the Results of Class Continuance from
Kindergarten through the First Grade
Georgann Marie Howie

Follow this and additional works at: https://digitalcommons.cwu.edu/graduate_projects
Part of the Educational Assessment, Evaluation, and Research Commons, and the Elementary
Education Commons

AN EXPLORATION OF THE RESULTS OF CLASS CONTINUANCE
FROM KINDERGARTEN THROUGH THE FIRST GRADE

A Project Report
Presented to
The Graduate Faculty
Central Washington University

In Partial Fulfillment
of the Requirements for the Degree
Master of Education

by

Georgann Marie Howie
July, 1991

AN EXPLORATION OF THE RESULTS OF CLASS CONTINUANCE
FROM KINDERGARTEN THROUGH THE FIRST GRADE
by

Georgann M. Howie
July, 1991

The focus of this study is the comparison of two
different ways of grouping primary-level children and their
teachers across grade levels.

The two ways compared are

the "class continuance" model, which is the maintenance of
a structured same-age "family of learners" through the
primary years, and the traditional practice of reassigning
children and teachers to new classroom groups each year.
Areas of comparison are the children's social, emotional,
and cognitive growth.

Nineteen children who remained with

the same teacher during their kindergarten year and first
grade were compared with 19 other children who were
regrouped after finishing their kindergarten year and
assigned to a new teacher for first grade.

The results

showed that the children identified as at-risk in the
continuance model made significantly greater gains in the
areas measured.

Implications for utilizing the continuance

model are discussed.
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CHAPTER I
INTRODUCTION

More and more research is indicating that the early
period of schooling is a time of rapid adaptational and
psychological changes that can either be positive and
growth-enhancing or negative, in which case school success
is more difficult to attain (Reynolds, 1989).

In a study on

international comparisons, it was found that when compared
with children in other developed countries, children in the
United States are frequently at greater risk for a host of
social, economic, and health problems (Hobbs
1990).

&

Lippman,

Hobbs and Lippman (1990) went on to state that

"children the world over fare best when nurtured, protected,
and given every opportunity for health and achievement"
(p.

ix).
Implications such as these send an alarm to early

childhood educators--those at the beginning of the schooling
process.

One wonders if the traditional system has reached

its bounds.

Shanker (1990) is quoted as claiming, "Our

persistent educational crisis shows that we've reached the
limits of our traditional system"

(p. 345).

It is this

very system that some argue is at the root of our educational
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problems (Bartoline, 1985).

More specifically, some note

that the annual transfer of a group of students from
classroom to classroom and teacher to teacher appears to be
based more on custom than on rational ground.

It may be the

biggest mistake to take a child away from his most valuable
asset, his teacher, in the early years (Ward Lock Educational, 1968).
Purpose of the Study
A preliminary review of the literature reflects a
scarcity of work completed concerning the success of the
traditional model of primary education (that of gradedresorted-graded) as compared to maintaining a structured
same-age "family of learners" throughout the entire
primary grade years with the same teacher.

Therefore, one

purpose of this study was to do a small-scale experimental
comparison of children in each model, investigating their
social, emotional, and cognitive growth, and to thereby add
current data to the research base of this field.
During this century, educators have accepted the
traditional model of education as the most effective.

With

the rising number of children at-risk, both before and
during their primary years, it seems reasonable that the
system into which they are placed may need some rethinking
or reevaluation to ensure success for the children.

Much

research has been done concerning nongraded systems which
employ vertical, cross-age groupings in settings where

3

several teachers and groups of children comprise a classroom.
However, research is scarce using a graded continuous
grouping with one teacher in a structured self-contained
environment.

A second purpose was to explore the at-risk

population served in both models to determine growth patterns
and indications for their education.
Definitions
In order for a clear understanding of the intent of
this project, the following key concepts and terms need to
be defined:
Traditional graded system.

A system that can be

identified by these basic characteristics:

(a) the grouping

of children into age-based grades usually being K-12,
(b) the systematic progression of grade levels each school
year, and (c) the presence of both a new teacher and a new
group of peers at the onset of each grade.
Class continuance model.

The purposeful maintenance

of a same-age group of students and a single teacher for a
period of 2 or more years.
At-risk children.
school.

Children who "do not do well in

The behavior of these children can often be

exhibited as having fear of failure, low self-esteem, a
narrow range of interests and a general lack of motivation,
with a disproportionate number from poor and minority
households"

(Bowers, 1990, p. 1).
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Traditional pull-out model.

Children with learning

problems •are pulled out of the regular classroom into
special settings where they can receive remedial services"
(Will, 1986, p. 289).
Integrated model.

"Under this model handicapped

students aren't pulled out of the classroom.
offers instructional advice to the teacher"

The consultant
(Cronin

&

Raywid, 1990, p. 26).
Null Hypotheses Tested
Null Hypothesis One:

There will be no significant

differences between the experimental and control groups as
measured on the Developing Skills Checklist (a standardized
instrument which measures children's general cognitive
development).
Null Hypothesis Two:

There will be no significant

differences between the at-risk subgroups in the experimental
and control groups as measured on the Developing Skills
Checklist.
Null Hypothesis Three:

There will be no significant

differences between the experimental and control groups as
measured on the Gates-McGinnitie Test (a standardized instrument which measures reading development).
Null Hypothesis Four:

There will be no significant

differences between the at-risk subgroups in the experimental
and control groups as measured on the Gates-McGinnitie
Test.
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Limitations of the Study
This study was limited both in focus and scope.

When

educational models are compared, many factors come into play
offering a wealth of educational data.

The focus of this

study was limited to looking specifically at the social,
emotional, and cognitive growth of the two groups of students,
parental involvment, the current primary system in place, and
a comparison of the two models used in the primary system
to service children with learning disabilities.
As a result of two conditions, the population of this
study was limited to 36 students.

The first limiting

condition was that the children had to have been in the
researcher's kindergarten class in the Selah School District
in Selah, Washington during the 1989-90 school year and also
currently attend first grade in the Selah School District.
Second, the scope was limited by the students who
remained in either the control or the experimental groups.
The control group population consisted of an original 23
students.

At the onset of the first-grade year, 3 students

left the district, 2 transferred into the experimental group,
and 1 was retained in another kindergarten classroom.

The

experimental group population consisted of an original 21
students.

During the summer between the kindergarten to

first grade transition, 3 students left the district and 2
students transferred into another classroom, making them a
part of the control group population.

6

Significance of the Study
The four areas of research were:

students' social,

emotional, and cognitive achievement; parental involvement;
insights into primary systems now in place; and models of
remediation.

First, in measuring student achievement,

insight into effective models in the education of primaryaged children was provided.

Second, this study explored the

feelings and attitudes of parents toward the education of
their children in light of the two systems compared.

With

educators realizing the importance of the parents' role in
the student's success, these findings could be helpful in
the formation of primary school models.

Third, this study

examined primary school systems now in existence, in regard
to their successes and failures, as well as the feelings and
attitudes of the administrators and teachers directly
involved.

Districts can learn from those who have already

been "in the trenches of educational change."
The final area of research where this study proved
valuable was in the area of remediation of the at-risk
population.

By comparing the at-risk populations from both

the experimental and the control groups who received two
distinctly different models of remediation, conclusions
could be made as to the effectiveness of each model.
With the current upheaval in the restructuring of the
educational system, such data add to the existing body of
knowledge, making change imminent.

CHAPTER II
REVIEW OF THE LITERATURE

Children enter the graded school at kindergarten.

In

his book Schools Without Failure, Glasser (1969) contended
that these children come in ready to go, and that this very
school is their biggest stumbling block.

He stated that

"very few children come to school failures, none come
labeled failures; it is school and school alone which pins
the label of failure on children"

(p. 30).

A 3-year study

cited by LeShan (1967), involving a number of elementary
schools, showed that children enjoy kindergarten and look
forward to first grade.

By the end of first grade and the

beginning of second grade, many of these children see
themselves as failures and that by the end of third grade
the number has doubled.

The nation's dropout rate has been

estimated at 25% with the rate in some states as high as
40%.

The National Coalition of Advocates for Students and

the National Association of School Psychologists pointed
out an overwhelming increase in the number of children
classified and segregated as handicapped and estimated the
number of children at-risk for school failure is growing
dramatically (N.C.A.
1990).

&

N.A.S.E., 1985, cited in Shanker,

Restructuring of the current graded school system

is in order if we are to develop schools that will reach
7
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the large number of children who are failing in our current
system (Shanker, 1990).

Shanker (1990) quoted Bowsher, the

former director of education at IBM, as once saying that
if IBM were producing results comparable to those of our
schools, that is, if 25% of their computers were falling off
the assembly line before they reached the end and if 90%
of the completed ones didn't work 80% of the time--the last
thing in the world the company would do would be to run that
same old assembly line an additional hour each day or an
extra month each year.

Instead IBM would rethink the

entire production process.
This review was an attempt to address the issues
surrounding the traditional model of education and the role
it plays in the optimal social, emotional, and cognitive
development of a diversity of young children.

Also, the

review was an attempt to explore alternatives as shown in
the literature.
The renewed focus of research on young children has
enhanced the drive to understand the early schooling process
and the determinants of schooling outcomes.

The way a

student fits into and perceives his school environment may
confer a long-lasting advantage.

Having done well in the

first grade predisposes children to do better in the second
and later grades because the early curriculum, especially
reading, is taught in a series of graded steps (Entwisle
Hayduk, 1988).

&

Research conducted on samples of first-grade
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children in two separate studies a decade apart verified the
importance of early school attainment and its bearing on the
remainder of the school career.

It was found that formative

experiences in the primary grades established the conditons
under which factors at the secondary level came into play
(Entwisle, Alexander, Cadigan, & Pallas, 1986).
In an analysis of pooled data from 12 preschool
programs' follow-up studies, lasting effects of early
education are reported.

Children with positive preschool

experiences had less likelihood of later assignment to
special education classes and retention in grade, greater
likelihood of pride in achievement, and higher rating of
school performance (Lazar

&

Darlington, 1982).

Children

from the Perry Preschool Project, a preschool program
originally developed to serve a disadvantaged population,
were studied years later as high school graduates at age 19.
It was shown that for this group, scores were significantly
higher than a control group without any preschool experience
(Berruta-Clement, Schweinhart, Barnett, Epstein,
1984, cited in Devries & Kohlberg, 1990).

&

Weikart,

Programs such as

this have contributed to the tide of opinion that early
education could rescue disadvantaged children from a fate
of failure in school and life (Devries

&

Kohlberg, 1990),

thus creating federal programs such as Head Start and Follow
Through.
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A special program in Baltimore has been implemented
to try to prevent a rising number of school failures.

This

program aims at reaching children in the first grade before
the trouble begins.

It is based on studies which indicate

that how first graders behave, how they feel about themselves,
and how they learn are good indicators of their behavior
as teenagers (Kellam

&

Hunter, 1990).

As indicated in a study of 142 children, self-concept
appears to be related to academic achievement in that it is
molded by early school experiences (Haynes, Comer, HamiltonLee, Boger,

&

Rollock, 1987).

The fostering of a positive

self-image may be seen as one of the school's major and
perhaps most important tasks (Boyle, 1987; Entwistle
Hayduk, 1982) ._

&

Purkey (1970) suggested that the students

who feel good about themselves and their abilities are the
ones who are most likely to succeed.

He went on to cite

research showing a "persistent and significant relationship
between self concept and academic achievement"

(p. 15).

Purkey

(1970) also cited a study by Lamy as finding that a child's
perception of himself or herself in kindergarten served as
a good prediction of reading achievement in first grade.
It is believed by many writers that the delicate state
of concept of self hinges on the power of the group--the
significant others of which the individual is a part
(Bonney, 1965; Bronfenbrenner, 1979; Hirsch, 1979; Kissel,
1965; Ladd

&

Price, 1987; Purkey, 1970).

In evaluating
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exploratory studies on the importance of social networks,
Hirsch (1979) concluded that psychological disorders were
less likely to develop in individuals with strong support
systems.

In the kindergarten year, a child's degree of

success in social relations has no significant relationship
with his academic achievement.

By first grade, however,

studies have shown that the same children's social success
had a direct correlation with their individual academic
achievement (Buswell, 1953).

A young child's acceptance

or rejection can be based soley on his academic achievement.
Such a condition is sure to bring on stress.
It could be concluded that the entire graded school
process brings with it a degree of stress.

School stress is

referred to by Shultz and Heuchert (1983) as being "anything
that a student perceives as a threat--a threat either to his
survival or to his self image"

(p. 23).

The authors con-

tended that maintaining equilibrium in relation to self,
others, and the school environment is influenced by personenvironment transactions or life events of which school
furnishes an entire symphony.

They went on to point out

that school includes far too many painful events for a child
that accumulate and may eventually end in tragic consequences.
Soussignan, Koch, and Montagner (1988), in studying
behavioral and cardiovascular changes in children
experiencing the transition from kindergarten to primary
school focused on the stress that these grade transitions
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bring.

The complexity and diversity of the primary school

grades appears to bring on an increased arousal and emotional
stress.

We can all remember the stress that the first day

of school brought.
my friend?

What is my teacher like?

Will my teacher like me?

Who will be

These are just a few

questions more than one of us have asked ourselves as we
climbed the stairs on that beginning day.
In researching the transition from kindergarten to
first grade, referred to by Entwisle, Alexander, Pallas, and
Cadigan (1988) as "a key life cycle transition"

(p. 2), it

was found that the first grade may be a particularly critical
period in children's academic development, as social role
transitions can be especially stressful.

They defined a

transition as "those times when people's social roles are
redefined by some non-familiar authority; times when new
social expectations and obligations are assumed"

(p. 3).

In a lengthy document examining the kindergarten to
first grade transition in their schools, the British
Columbia Commission on Education discovered that, indeed,
many children do experience difficulty with this transition.
Principals, teachers, and parents surveyed cited immaturity,
general readiness, and the increasing expectations of the
first grade as the most frequent reasons for difficulty.
Whatever the cause, they concluded, developing a smoother
process for all children was in order (Mayfield, 1980).
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Through studies of children, researchers believe that
the positive influence and security brought on by a group of
significant and familiar others, namely, the teacher and
classmates, serve to reduce this stress (Kissel, 1965; Ladd
&

Price, 1987).

It was brought out that a key variable in

determining the calming effectiveness was the continuity
and duration of the relationships.

Ladd and Price (1987),

in studying 63 preschool children and their transition into
kindergarten, discovered that the number of familiar
preschool peers placed into a child's classroom directly
correlates to a positive and less stressful transition.
Providing such links has a powerful effect, indeed, in
transitioning (Chazan, Laing,

&

Harper, 1987).

A study conducted by Entwisle and Hayduk (1988) sought
to examine the nature of continuities in children's school
performance, especially the means by which early school
performance impinges on later school performance.

They

conducted a 4-9-year follow-up of children who were studied
intensively in their first 3 years of elmentary school.
They found that the effects of variables involving significant others (parents, teacher, and classmates) that had
influenced children's achievement in the early grades
continued to affect the children's achievement in later
grades.

In conclusion, the researchers stated:

In making the transition to full-time schooling,
students need emotional support.

In the early grades,
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they are building their academic self-images, learning
what is important to do, and discovering ways to cope
in a potentially threatening and frightening environ-·
ment.

Over the period of this stressful transition,

students come to depend on particular significant
others.

They hit on ways of coping early in their

school careers--relying on particular significant
others.

Getting off to a good start gives them a

competitive advantage.

(p. 158)

In the book Family Grouuing in the Primary School
(Ward Lock Educational, 1968), the teacher is referred to
as a child's most valuable educational asset.

Haynes et al.

(1987) concluded, in a study of 142 elementary-aged
children, that teachers' influence on the formation and
development of school-related self-concept was a significant
consideration in intervention.
We know that children need predictability, continuity,
and the presence of familiar others in familiar environments
to reduce stress (Goodlad, 1952).

We know all of these

"requirements" should come at the onset of school.

We know

all of this, and yet schools still stand ready for the
flocks of kindergarteners entering with grades and grade
levels (Purkey, 1970).

Students, curricula, and instruction

are sorted and differentiated according to bureaucratic
norms, which define the school's order (Bartoline, 1985;
Timar, 1989).

Shanker (1990)

stated that the success of the
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graded school depends on three conditions:
family and social structure,

(a) a cohesive

(b) a willingness to reach

children at all levels, and (c) a large supply of wellqualified teachers.

Dimidjian (1989) stressed that "America

is being scarred by poverty, social/economical stress, family
instability, changing parental and social roles and
increased anxiety about academic achievement"

(p. 39).

Thus,

it can be argued that at least one, and possibly two or
three of Shanker's conditions are being violated.
At risk populations and students with special needs are
nothing new.

As early as 1805, the New York Free School

Society brought this population to the attention of the
State Legislature (Cuban, 1989).

Since 1920, progressive

education movements have given the momentum to the educational
pendulum (Young, 1990).

For the past 6 years, perhaps as

a result of the report of the National Commission on
Excellence in Education, intensive educational reforms have
come in the thousands.

Results, however, have not

specifically addressed the needs of the special or at-risk
populations (Shanker, 1990).
For the past several decades, the method used for
addressing this population in the primary years is based on
the pull-out model (Will, 1985).

Students are pulled out

into special settings where they receive remedial services.
Although well-intentioned, pull-outs have been found to
contribute to an increasing disjointedness in a child's
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daily life experiences which are already disjointed (Cronin

& Raywid, 1990; Wang, Reynolds, & Walberg, 1986).

In a study

conducted by Bryan (1974), it was shown that when a child is
labeled and set out for remediation, he suffers significantly
in peer popularity.

The National Joint Committee on

Learning Disabilities (1982) stated that servicing children
within the regular classroom appears to have greater success
in remediating the child's deficiencies while it lessens the
effects of being different.

Bowers (1990) cited a study

of at-risk students as showing that students with a
consistent, stable environment over a long period (that is,
the same teacher all day for an entire year or more)
performed better than students whose day was fragmented
into a series of brief exposures to various specialists.
In a paper presented in 1989 at an educational
convention in San Francisco, Thousand and Villa (1989)
sought to prove that peer power is a key variable in meeting
the needs of a diverse student population within regular
educational settings.

Peer tutoring, cooperative learning,

and peer support networks, they argued, are more effective
means of remediation and have the potential of enriching
the total class environment.

They went on to say that this

kind of positive interdependence promotes higher levels
of self-esteem and minimizes differences.
Schools such as the Bank Street Program in New York
City (DeVries & Kohlberg, 1987; MacCoby & Zellner, 1970)
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believe that the graded school is not the best way to serve
our children.

Founded in 1919 by Harriet Johnson, Bank

Street believes that the development of a healthy emotional
state is a prerequisite to academic achievement and
approaches education in such a light.

striving to identify

practices that promote intellectual, ego, and socioemotional
development, the teacher's central concern is to be a figure
of trust so that the child feels that the world is more safe
than threatening.

Children who enter school remain with the

same teacher for a period of 3 years.

A sense of security

and trust is developed as the child goes through a very
predictable process, as opposed to the stressful series of
total transitions each year imposed on the children at the
graded school (Ward Lock Educational, 1968).
Another private school that is found world-wide, the
Waldorf School, follows this philosophy of continuity.
Based on the philosophies of the school's founder, Rudolf
Steiner, such value is placed on the importance of the
relationships formed with the teacher and peers in the first
grade that the group is kept intact for the next 8 years
(Hackett, 1991; Kotzsch, 1989).

There are approximately

121 Waldorf schools in the United States at this present
date; a dramatic increase from only 6 schools in 1971.
Throughout the world, other countries such as Japan,
U.S.S.R., Australia, and New Zealand have these familycentered primary school systems.

Our own country's first

schools were operated on much the same basis.

Known as
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the "one room school house," our schools were structured
around one teacher and one continuing group of students
(Allis, 1991).

Perhaps in our pursuit to get "back to the

basics," we have neglected the very basic need--continuity.

CHAPTER III
CLASS CONTINUANCE

This section describes the class continuance model
used, how it evolved, and its strengths and problems.

It

also describes various class continuance models this author
saw being used in other classrooms.
Summary of the Author's Experience
Background
It was while teaching kindergarten at John Campbell
Elementary School in 1990 to 45 children who were emerging
as readers and writers that the idea of continuing on to
the first grade with them first occurred.

Trying to find

solutions to a rise in the population which is at-risk for
school failure in the Selah School District, this writer was
deeply immersed in research articles on emerging literacy-the area where the children showed the greatest deficit.
The research, such as presented in Chapter II, repeatedly
pointed to the necessity for education to address the whole
child's development.

During that 1989-90 school year, two

first-grade teachers at John Campbell had the opportunity to
move to second grade with their class of first graders.

The

results had been so successful that this writer was further
convinced that the process of continuance could be
19
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beneficial.

There was also a determination that the effects

would be greater if the continuity began at the onset of
the schooling process--the kindergarten year.
The opportunity for using the continuance process arose
when a first-grade position at John Campbell became open for
the next school year, 1990-91.

The problem of selecting one

of the two sessions of kindergarten for continuation then
presented itself.

Assured that all children would benefit,

and convinced that those determined to be at-risk could
gain the most from the continuity, it was decided that the
kindergarten session that had a higher at-risk population
would become the group for continuance.

This group of new

first graders became the experimental group, while the
remaining children, from the other session of kindergarten,
would be distributed in the traditional way to other firstgrade classrooms and became the control group.
Parents of the experimental group were notified of the
proposed plan (Appendix B).

Out of the original 22 families,

2 chose not to have their child remain with the same class.
Also, 3 children from this group moved from the district
in the first trimester of first grade.

In addition, 2

children from the control group who were being served by a
counseling program and seemed especially vulnerable to
change were added to the experimental group which then
totaled 19.

The control group, which originally totaled

23 children, became reduced to 19 by the next school year
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as 3 children left the district and 1 child was retained in
kindergarten.
Prior to the beginning of the school year, contact was
made with the children in the experimental group through the
mail and the writer's 1990-91 school year began with 21
familiar first-grade faces.

The class was able to remain in

the same classroom with most of the same equipment and supplies, adding to the familiarity.
Another component, perhaps unique to this class
continuance model, centered around maintaining an integrated
classroom.

Because it was believed that the presence of

familiar others could boost the positive effects of peer
coaching, peer tutoring, and cooperative learning, it was
requested that any children who showed a learning disability
be identified through the regular referral process, and be
served on a monitoring basis where the specialist and
classroom teacher periodically monitor the child's progress.
The resource teachers who normally serve as pull-out
resources would, instead, become a resource whose expertise
would be used by the classroom teacher directly in the
regular classroom.

There were 6 children identified with

a disability or deficit of some kind.

Two were not

determined to be far enough below grade level by the winter
assessment and were not part of this monitoring system.
other 4 children remained on a monitoring system and were
periodically evaluated throughout the first-grade year.

The
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A journal was kept for the purpose of recording
observations about the continuance experience.

It was here

that the transition from kindergarten to the first grade and
the processes experienced were documented.

Perhaps the most

significant observation that was made was in the area of
literacy.

These children left kindergarten believing that

they could read.

Although most of them had only begun the

phonetic decoding process, they were successfully "reading"
books with predictable story lines, as well as books they
had authored--something that took place on a daily basis.
From the first week of first grade, it was recorded that the
children were requesting to read to the entire class these
familiar books and the new ones they had just authored.

It

was apparent that the children's reading to the class would
become a daily event.

It was doubted that such confidence

and risk-taking exhibited by these children right from the
beginning of the first grade would have taken place so
naturally or so spontaneously with a new group of unfamiliar
others.

The children's confidence with the reading process

was not disrupted and was allowed to develop in a natural
continuance.
Witnessing the emergence of literacy was especially
satisfying for the children determined in kindergarten to be
at-risk for school failure.

The progress these children

made over the 2 years was a dramatic event to document.
With every journal entry, concern was expressed about where
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these especially vulnerable children would be without the
supportive network that the continuance model offered them.
At the end of the first-grade year, a parent survey of
the experimental group was distributed (Appendix A).

The

results were unanimously in support of the class continuance
model with no marked differences between parents of boys or
girls, the children's age, or perceived levels of development.

Parents most frequently cited the following

advantages:
1.

The child experienced no anxiety at the onset of

the new school year.
2.

The child's confidence and sense of security did

not suffer, but rather grew as a result of the presence of
familiar others.
3.

The child grew more in academic areas because the

teacher knew his/her strengths and weaknesses so the learning
process was natural and uninterrupted.
4.

Learning disabilities were more easily remediated

because of the teacher's familiarity with the student.
5.

The child came into first grade knowing the

classroom expectations and procedures and, therefore,
discipline was not a big issue.
6.

The child appeared to receive a greater degree of

nurturing by the already familiar others and, therefore,
developed greater trust with others.
7.

The teacher knew the child well.
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8.

The child enjoyed school more because of the

familiarity with the classroom and the resulting reduction
in anxiety.
9.

The child was equipped with more opportunities to

excell academically through what one parent called "learning
power" because all of the needs of self were met.
10.

There were no wasted days in the fall.

The first

day of the first grade was a natural continuance of the
learning process.
No disadvantages were cited by this particular group of
parents.

Two parents did state, however, that if the

situation arose where the child had a conflict with the
teacher, a disadvantage would exist.
stated, was not the case.

This, however, as they

The parents overwhelmingly

expressed a desire for the program to continue not only for
their own child but also for the children of others.
Exploration of Class Continuance Models
A class continuance model, described in the Introduction, is an organizing scheme by which first-grade children
are continued up through the second grade with the same
teacher, in the same room.
at John Campbell Elementary.

This model is currently in place
Based on similar class

continuance principles, each teacher begins with a new group
of children in the first grade and continues through the
second grade with them.

Two of the four teachers involved

in this model are in the first grade and two are in the
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second grade.

Each year they can easily switch grade levels

with each other and move up or down into their next
positions in the process of continuation.

The beneficial

and crucial component of this arrangement is that because a
2-year continuance with the class can be guaranteed, the
families involved are aware that it is a 2-year continuance
It could be assumed that there is a

program from the onset.

greater benefit to a child's security when he or she can
predict his near-future.

In surveying the parents of the

children involved in the first- to second-grade continuance
model at John Campbell Elementary, the results were almost
identical to the surveys of parents in the kindergartento first-grade model.

The only disadvantage cited by these

parents was the fear that their child may have difficulty
advancing to the third grade without the continuance of the
significant others from the continuance model.

Those

citing this disadvantage, however, stressed that the benefits
of the continuance model far outweighed this area of concern.
To further study the class continuance model, two
very different schools which are currently using some form
of the model were visited.

It was hoped that insight would

be gained from the students and teachers as to the model's
successes and failures.

The impressions and the comments

heard left a true flavor of the model one can only experience
firsthand.
here.

It is this experience that will be described
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The first school visited was the Seattle Waldorf School

in Seattle, Washington.

Founded by Rudolf Steiner, Waldorf

education is one of the largest independent school movements

in the world, with more than 500 schools world-wide.

As a

basic Waldorf principle, when a child is assigned a teacher

in first grade, he or she will have that same teacher for
eight years, for all subjects except languages.

Waldorf

education embraces the class continuance model to its
fullest and truest extent.
When this writer entered Betsy Weill's seventh-grade
room, she and her students were having their morning snack.
What made this scene unique is that Betsy Weill has eaten
morning snack with many of her students over 1,000 times.
has been their principal teacher since the first grade.

She
The

students were interacting much like brothers and sisters
with little superficial social playing such as is often seen

in the public seventh grade.

They seemed genuinely caring

toward one another, politely sharing their snacks and
exhibiting respect toward one another, their teacher, and
their guest.

Speaking of their one remaining year in the

eighth grade together, the students expressed sadness such
as one feels when leaving one's biological family.

They

themselves used the very word "family" when speaking of
each other and reflecting on their past 7 years together.
Asked if they liked the idea of having the same teacher and
group of friends for such a long period of time, each child
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responded with a conviction that only their experience could
produce.

They could not imagine the process of shifting

teachers and classmates each year.

A few who were

"adopted" into the class somewhere between the first and
the seventh grades from such a public school system attested
to the fact that such a process was stressful and even
irrational.

They voted unanimously for the continuance

model, from which they say they have gained their confidence,
sense of well-being, and ability to reach their potential.
The students function like a true family.

In responding

to the questionnaire concerning the continuance model,
Mrs. Weill stated that the benefits of being together for
7 years paid dividends for everyone involved that would
continue for years to come.
The second school visited was Henry David Thoreau
Elementary School in Kirkland, Washington.

Four classrooms

and/or combinations of classrooms which were all using the
class continuance model in slightly different ways were
visited.

One first-grade teacher had the children from

her last year's kindergarten class.

Another third-grade

teacher had her former second-grade class.

A third

classroom consisted of two different teachers sharing a
second grade with one of them having taught the children
in the first grade.

The last classroom visited consisted

of two team teachers in a multi-age classroom where the
children remained for both the first and second grades.
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In contrast to the WaTdorf School, the continuance of a
class at Thoreau Elementary School seemed to happen due to
convenience or a grade opening rather than a purposeful
philosophy.

In spite of this, the teachers responded

favorably to the process and saw many benefits in keeping
the same children for more than 1 year.

They were, however,

very candid about the shortcomings they saw with the model.
One teacher felt that perhaps the model benefited the
parents and the teachers more than the students simply
because there was a certain comfort in having the same
people to deal with.

She felt that the students were

benefiting only because of good teaching, something they could
have received without remaining with the same group.
Another felt that

her

classroom had become cliquish and had

difficulty with authority figures other than herself.

She

did not know if it was due to the continuance model or
simply the make-up of her particular class.
The multi-age classroom teachers were the only ones
who spoke of any plans to continue their model as it was.
Because their model allows them to stay with the same
teaching assignment, they did not need to worry about the
spring shuffle that goes on in most schools.

In order for

the remaining teachers to move grade levels, another
teacher would have to also move.

No plans for coordinating

that nor an effort to do so seemed to be in the making.
The teachers at Thoreau stated that they were in the midst
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of reshuffling staff and administration and, therefore,
future plans could neither be made nor acted upon.
The children, the very ones whom any model ultimately
effects, spoke freely about the continuance model.

One

third grader recalled how terrified she was as the start
of the school year approached for first and second grades.
Not knowing her teacher or who would sit by her were real
fears.

She definitely saw the contrast upon entering the

third grade with her same teacher and friends from second
grade, after a summer of keeping in touch through the mail
and getting together with her teacher and classmates for a
summer picnic.

Several other children from each room

echoed her feelings.

They obviously had developed the sense

of family and expressed their desire to remain together for
more than just the 2 years.
As with the evaluating of any educational model,
several factors come into play and one is left with the
frustration of which factor justifiably can be attributed
to its success.

As one Thoreau teacher put it, "Whatever

model you truly believe in will work for you."

The Waldorf

teachers would echo that philosophy and would claim that
it is their teachers' ultimate embracing of the Waldorf
concept that proves its success.

It is undoubtedly the

same principle for the class continuance model.
Questionnaires were distributed to the Waldorf,
Thoreau, and John Campbell teachers involved in a class
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continuance model (Appendix A).

The insights these teachers

shared were the same perceptions documented over and over
again in this writer's journal.

Teachers most frequently

cited the following advantages:
1.

The familiarity with classroom routine and the

peer group allowed instruction to begin on the first day of
the new school year.

Most school years begin with the new

students learning the classroom system and how to function
within the new group--a process that can take several
months.
2.

Because the expectations for classroom behavior had

been well-established and practiced during the first year,
fewer discipline problems existed during the second year.
3.

The teacher knew exactly where each child left off

in the learning process at the end of the first year and
learning was uninterrupted.

The transition was a natural

continuance and cognitive abilities were more easily
developed.
4.

The detection and remediation of disabilities

became easier due to the increased familiarity with the
children.
5.

The children's self-esteem was very high and they

exhibited no fear or anxiety at the onset of a new grade
level.
6.

Parents were more involved with the educational

process because the home-school relationship was better
developed with the extended period of contact.
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Another advantage recorded in the journal but not
cited by the participating teachers was the immediate
acceptance of new students into the group.

Having bonded

together as a family unit, it was often wondered how well
new students, should some be received, would be incorporated.
Two new students were received in September and in February.
Both students had come from insecure situations and very
hesitantly joined us.

The response to the new students was

overwhelmingly receptive.

Children immediately took them

under their wings and the esteem of these new additions
flourished.

The mother of one of the children was amazed at

the change in her child within just a few weeks.

It would

not have been evident to any outsider that these two
children had just joined this family of learners.
The only disadvantage cited was in the area of
curriculum.

Teachers expressed a concern over the ability

to store materials for more than one grade level.
In the spring of the kindergarten year, the Developmental Skills Checklist was administered to both the
control group and the experimental group.

The Gates-

McGinnitie test was also administered to both groups in the
fall and spring of the first-grade year to measure the
children's growth and to determine if the class continuance
practice had an effect.

The Child Rating Schale was

administered to both groups at the end of first grade to
determine if self-esteem was impacted by the model.
results are discussed in Chapter IV.

The

CHAPTER IV
DATA GATHERED AND ANALYSIS OF RESULTS

In part, this study was undertaken to determine if
students would show significant gains on both test scores
and a self-esteem measure as a result of being in the class
continuance model.
Thirty-eight students participated in this study which
took place over their kindergarten and first-grade years.
All 38 students were in the researcher's kindergarten class.
Nineteen students participated in the continuance model
during their first-grade year and served as the experimental
group.

Nineteen students did not participate in the

continuance model and served as the control group.
A nonequivalent, quasi-experimental design was used to
compare the variables considered.

These variables are given

in Chapter I under the heading Null Hypotheses Tested.
The Developing Skills Checklist was administered to
both groups in the spring of the kindergarten year.

The

mean scores were calculated and are listed in Table 1.
t-test was applied to the means of both comparisons.

A
The

results can be found in Table 1.
Null hypothesis number one was accepted showing no
significant differences between the two groups of kindergarten
students.

During the testing period, 1 student from each

group was unavailable for testing, thus bringing the number
of students from 19 to 18.
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Table 1
t-Test Results Between the Means of the Developing Skills
Checklist Test Results of the Experimental Group and the
Control Group, Spring of Their Kindergarten Year
Experimental
group
Number of students
Total scores

Control
group

18

18

1789

1786

Mean scores

99.4

Obtained t-values

99.2
t

Required t-values, df
(. 05 level)

=

34

=

.056

t = 2.110

The mean scores for the students identified as at-risk
were calculated separately from both groups for comparison.
The scores are listed in Table 2.

At-test was applied to

the means of the two groups.
Null hypothesis number two was also accepted showing no
siqnificantdifferences between these two groups of at-risk
kindergarten students.

One student from the control group

was unavailable for testing, thus bringing the number of
students from 5 to 4.
The data given in Table 1 and Table 2 indicated that
the experimental group and the control group were relatively
equal in nature.

This is important as these measures

provide baseline data for the later comparisons.
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Table 2
t-Test Results Between the Means of the Developing .Skills
Checklist Test Results of the At-Risk Children in the
Experimental Group and the At-Risk Children in the Control
Group, Soring of Their Kindergarten Year

Number of students
Total scores

Experimental
group

Control
group

6

4

299

347

49.83

Mean scores

86.75

Obtained t-values
Required t-values, df
(.05 level)

=

8

t

=

1.88

t

=

2.26

In the spring of the first-grade year, the GatesMcGinnitie test Level R Form K was administered to both the
experimental group and the control group.
applied to the means of both samples.

At-test was

The results can be

found in Table 3.
Since the obtained t-value was smaller, null hypothesis
number three also was accepted showing no significant
differences between these two groups of first graders in
regard to their academic performance.
During the first-grade testing period, the 6 students
from the experimental group determined to be at-risk were
served in the classroom as part of the regular population.
No educational services were received by these children
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Table 3
t-Test Results Between the Means of the Gates-McGinnitie
Test Results of the Experimental Group and the Control
Group, Spring of Their First-Grade Year
Experimental
group
Number of students
Total scores

Control
group

19

19

1035

949

Mean scores

54.5

50

Obtained t-values

t = 1.53

Required t-values, df = 36
(.05 level)

t

=

2.11

outside their regular class continuance classroom.

One

student did receive outside services from an occupational
therapist, however.
Of the 5 students determined to be at-risk in the
control group, 3 received remedial help during their firstgrade year by being pulled out of their regular classroom
to attend these special programs.
Even though the numbers of subjects were small, the
test results suggest that at-risk students who are in the
continuance model and who are not pulled out for services
score higher on academic measures than those at-risk
students who are not in the continuance model and/or who
are pulled out for remediation.

The mean scores for the
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children determined to be at-risk were calculated separately
for comparison.

The obtained t-value of 9.64 was compared

to the required t-value of 2.262.

Since the t-value was

larger, null hypothesis number four was rejected.

The

results are shown in Table 4.
Table 4
t-Test Results Between the Means of the Gates-McGinnitie
Test Results of the At-Risk Children in the Experimental
Group and the At-Risk Children in the Control Group, Spring
of Their First-Grade Year
Control
group

Experimental
group
Number of students
Total scores

6

5

293

171
34.2

48.8

Mean scores
Obtained t-values

t

=

9.64

Required t-values, df = 9
(.05 level)

t

=

2.262

The Child-Rating Scale (Appendix A) was also administered to both groups of students in the spring of their
first-grade year to determine if their self-esteem was
impacted by the class continuance model.

The rating scale

consisted of four areas measuring different aspects of
self-esteem.

The means of the obtained percentile ranks

were calculated for each area.

The results are compared in
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Table 5 which shows the mean scores for both groups.

Three

of the four areas measured and compared show no significant
differences between the two groups.

In the measured area of

Peer and Social Skills, the comparison of the mean percentile
ranks showed a significant difference.

This indicates that

the children in the experimental group felt significantly
better about their standing and their skills with their peer
group than did the children in the control group.
Table 3
Comparison of Percentile Rank Scores on the Child Rating
Scale for the Experimental Group and the Control Group
Experimental
group

Control
group

19

19

Rule Compliance/Acting out

69

62

Anxiety and Withdrawal

69

70

Peer social Skills*

76

53

School Interest

81

83

Number of students
Percentile mean rankings

*P. = .05 or<
In summary, the results of this study suggest that
when students in general participate in a class continuance
model, they may not score significantly higher on academic
measures.

However, the results give supportive evidence
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that when students determined to be at-risk are served in
a class continuance model classroom, they will score
significantly higher on academic tests.

The results also

suggest that those students who participate in the class
continuance model will feel significantly better about their
peer and social interactions.

CHAPTER V
SUM.MARY, CONCLUSIONS, AND RECOMMENDATIONS

This project examined two different ways of grouping
primary-level children.

Areas of comparison in which more

formal comparisons were used were the children's social,
emotional, and cognitive growth.
of two parts:

This chapter consists

(a) a summary of the background of the study,

the procedure used, and the results; and (b) a statement
of the conclusions and recommendations for their uses and
for further study in this area.
Summary
Background and Procedures of the Study
Nineteen children who remained with the same teacher
during their kindergarten year and first-grade year were
compared with 19 other children who were regrouped after
finishing their kindergarten year and assigned to a new
teacher for first grade.

The data used for this project

consisted of a comparison of the mean scores derived from
the Developing Skills Checklist given to both groups in the
spring of their kindergarten year and from the GatesMcGinnitie test given to both groups in the spring of the
first grade.

Percentile averages derived from the Child

Rating Scale given to both groups at the end of first grade
39
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were also compared.

Scores on these measures for the

population determined to be at-risk were also compared.
Data from questionnaires which were distributed to 70 parents
whose children were enrolled in a continuance model class,
as well as data from questionnaires distributed to the
teachers involved were used.

Visitations to various

continuance model classrooms were incorporated.
Results of the Analysis of Mean Scores
from Academic Measures
Analysis of the comparison of mean scores revealed a
significant difference in the at-risk population.

Those

students determined to be at-risk who participated in the
class continuance model and who received no pull-out
remediation scored significantly higher than did the at-risk
students who did not participate in the model, even though
some of these children received special, pull-out
programming.
Results of the Analysis of the Child
Rating Scale Ranks
Only one of the areas evaluating a child's self-esteem
showed significant difference in ranks between the two
groups.

Children in the experimental group ranked

significantly higher in the Peer/Social Skill area.

In the

areas of Anxiety/Withdrawal, Rule Compliance/Acting Out, and
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School Interest no significant differences emerged between
the two groups.
Results of the Analysis of Parent
and Teacher Questionnaires
Results showed consistent support from both parents and
teachers for the continuance model.
cited by the parents.
involved were cited.
advantages.

Ten advantages were

No disadvantages for the children
Teachers consistently cited six

Only one disadvantage, that which concerns the

storage of curriculum materials, was cited by teachers.
Conclusions and Implications
The results of this study indicate a rationale for
using the class continuance model with the at-risk population.

If districts have any one population in mind when

restructuring, it would seem prudent to focus on the
at-risk (those who are often being lost in the present
system), and make changes that facilitate the most growth
in them.
The study showed that while the effects of this model
on the two populations as a whole resulted in no significant
academic gains, evidence is shown for its use in the peer and
social realm.

It was shown in the literature that the way a

child sees himself and his position in his social structure
has a significant bearing on his success throughout his
school career.

Again, a case is made for the use of the
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continuance model.

Suggestions for its implementation

follow.
Suggestions for Other Districts
John Campbell Elementary has been using the class
continuance model for 3 years.

Its popularity has spread

and other schools are asking questions and making visitations
as they consider implementing a similar model.

One purpose

of this project was to develop a series of suggestions for
other districts which may be in the process of setting up
the class continuance model.

Because the continuance

program at John Campbell evolved over a period of events
specific to that school, the suggestions, rather than being
a manual to follow, are a series of lessons that have been
learned and successes that have been experienced:
1.

The philosophy of and organizational arrangements

for class continuance must be shared by the teachers
involved and supported by both building and district
administration.
2.

Knowledge of curriculum along with the ability to

create curriculum and learning opportunities for many
different levels of learners is a needed strength for the
teacher involved with class continuance.

The administrator

will want to encourage and foster this.
3.

The most effective model consists of several

teachers in the grade levels involved.

When there is a

teacher at each different grade level using the model,
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teachers can continue on to the next grade level by filling
the previous teacher's position who has also moved with her
class.

Therefore, the model becomes a revolving cycle.

4.

When an unplanned opportunity for continuance arises,

such as was this author's case, the successes remain.

This

process should be encouraged with the administrator's
approval and support.
5.

Parents of the children involved in a class

continuance should receive thorough communication.

A notice

at the beginning of the year, stating the intent and nature
of the continuance program should be sent home with the
children.

Also, a notice at the end of the first year

reminding parents that their child will remain in the same
class is in order.

Both notices should include a phone

number of the school and an invitation to call if there are
any questions.

A parent meeting at the beginning of school

will give parents an avenue to voice any concerns and a
chance for teachers and other district personnel to further
explain the continuance process.
6.

If the situation arises in which a parent does not

wish to have the child continue in a model, support should
be given and the decision honored.

Parental support is

essential to the model's success.
7.

Similarly, flexibility as to the make-up of the

class continuance population must exist so that children who
may specifically benefit from the program and yet whose
class was not chosen to continue can be allowed entrance.

44
8.

To add to the children's sense of familiarity, the

teacher involved in the continuance model should be allowed
to remain in the same classroom with as many of the same
furnishings as possible for the duration of the cycle.
9.

Additional storage space, either centrally located

or in the teachers' individual rooms, will need to be
provided to house the increase of curriculum materials.

When

two teachers are involved, grade level materials that are
centrally located can be shared.
10.

Curriculum needs can be more successfully met if

the school is able to provide additional time to plan and
develop materials for the teacher who is continuously moving
on to different grade levels and back again at the completion
of a continuance cycle.
11.

To ensure that the continuance process is creating

successful children, and to garner future support, it is
recommended that data be kept throughout the process.
Recommendations
The review of the literature described in Chapter II
indicated a need for change if the needs of children are to
be met.

The class continuance model clearly demonstrates

the ability to make a positive difference in the schooling
process of young children.

This writer is committed to

the model and has seen its successes.

Providing a secure

and predictable environment for learning to take place is a
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necessity.

Using the class continuance model as a vehicle

for this is certainly promising.
The first grade is only the beginning of a child's
measurable academic development, as many of the written
language processes are just being established.

It is

recommended that as children progress in the class
continuance model on into the second grade, measures be
taken and compared to determine if their academic performances
would, indeed, be more significant as they progress.

These

measures should include comparisons with noncontinuance
classrooms in a comprehensive assessment program.
The class continuance model appears to consist of some
of the important things children in this decade are lacking.
As more and more educators implement such programs, it is
hoped by this writer that the data collection and research
gathering will continue adding to the very limited body of
knowledge.

Perhaps then more professionals working with

young children will be convinced to use the philosophy of
the class continuance model and to develop and implement
appropriate continuance programs.

BIBLIOGRAPHY

46

BIBLIOGRAPHY

Allis, s.
(1991, February 4).
prairie. Time, p. 64.

Little schoolhouse on the

Austin, S., & Meister, G.
(1990, January). Responding to
children at risk: A guide to recent reports. Philadelphia,
PA: Research for Better Schools.
Bartoline, L.A.
(1985, January). Problems of adjustment
to school. Paper written for an Illinois State Board
of Education Policy Study on Early Childhood Education,
Springfield, IL.
Berliner, D.
citizens.

(1989, September). Creating better school
Instructor, pp. 24-25.

Bonney, M. L.
(1965). Attaining psychological maturity.
Feelings and learning (p. 86). Washington, DC:
Association for Childhood Education International.
Bowers, B.
(1990, Fall). Meeting the needs of at-risk
students. Research Roundup. NAESP, 2(1), 1-4.
Boyle, G. J.
(1987). Commentary: The role of intrapersonal
psychological variables in academic school learning.
Journal o-F School Psycholoqy, 25, 389-392.
Bronfenbrenner, U.
(1979). The ecology of human development. Cambridge, MA: Harvard University Press.
Brown, M., & Precious, N. (1968). The integrated day in the
primary school. United Kingdom: Ward Lock Educational.
Bryan, T. H.
(1974, December). Peer popularity of
learning disabled children. Journal of Learning
Disabilities, 2(10), 31-35.
(1953). The relationship between the social
Buswell, M. M.
the
classroom and the academic success of
structure of
Journal
of Experimental Education, 22,
the pupils.
48-51.
Chazan, M., Laing, A., & Harper, G.
(1987). Teaching
5-8 year olds. New York: Basil Blackwell.
47

48
Cronin, B., & Raywid, M. (1990, March). Fractured days.
American School Board J·ournal, 177(3), 26, 39.

The

Cuban, L.
(1989). The at-risk label and the problem of
urban school reform. Phi Delta Kappan, 70, 780-784.
Dawson, M., & Rafoth, M.
(1991, January). Why student
retention doesn't work. streamlined seminar. NAESP,
2.(3) I 1-5.
Devries, R., & Kohlberg, L.
(1987). Constructivist early
education: Overview and comparison with other programs.
Washington, DC: N.A.E.Y.C.
Dimidjian, v. J.
(1989). Early childhood at risk: Actions
and advocacy for young children. Washington, DC: N.E.A.

Duke, B.

(1986).

The Japanese school.

New York: Praeger.

Entwisle, D.R., Alexander, K. L., Cadigan, D., & Pallas, A.
(1986). The schooling process in first grade: Two
samples a decade apart. American Educational Research
Journal, 31_, 587-613.
Entwistle, D.R., Alexander, K. L., Pallas, A. M., &
Cadigan, D.
(1987). The emergent academic self-image
of first graders: Its response to social structure.
Child Development, 2§., 1190-1206.
Entwisle, D.R., Alexander, K. L., Pallas, A. M., &
Cadigan, D.
(1988, July). A social psychological model
of the schooling process over first grade. Baltimore,
MD: Center for Research on Elementary and Middle Schools.
Entwisle, D. R., & Hayduk, L.A.
(1982). Early schooling:
Cognitive and effective outcomes. Baltimore, MD:
John Hopkins University.
Entwisle, D.R., & Hayduk, L.A.
effects of elementary schools.
g, 147-159.

(1988, July). Lasting
Sociology of Education,

(1987). Effective
Gelfer, J. r., & Perkins, P. G.
communication with parents. Childhood Education, .§.i,
19-22.
Glasser, W.
(1969).
Harper & Row.

Schools without failure.

New York:

49
Good, T. L.
(1982, May 25). What is learned in schools:
Responding to school demands in grade K-6.
Paper
presented at a meeting of the National Commission on
Excellence in Education, Washington DC.
Goodlad, J. I.
(1952). As we know, so must we do.
Guiding children in school and out (Issues Bulletin 25).
Washington, DC: Association for Childhood Education.
Hackett, R.
(1991, March 18). Network of Waldorf schools
grows. The Christian Science Monitor, p. 12.
Harper-Bardach, P., Cronin, J., Corwin, D., & Meder, P.
(1990, November). Making the elementary teacher "special."
Principal, pp. 41-43.
Haynes, N. M., Comer, J.P., Hamilton-Lee, M., Boger, J.M.,
& Rollock, D.
(1987). An analysis of the relationship
between children's self-concept and their teachers'
assessment of their behavior: Implications for prediction
and intervention.
The Journal of School Psychology, 25,
393-397.
Hirsch, B. J.
(1979). Psychological dimensions of social
networks: A multimethod analysis. American Journal of
Community Psychology, 2, 263-264.
Hobbs, F., & Lippman, L.
(1990, March). Children's
well-being: An international comparison. A Report
of the Select Committee on Children, Youth and Families.
One Hundred First Congress, Second Session. Washington,
DC: Congress of the U.S.
Kellam, S., & Hunter R.
(1990, November).
Prevention
begins in first grade. Principal, pp. 17-19.
Kissel, S.
(1965).
Stress-reducing properties of social
stimuli. =J~o~u=r~n~a==l-=o~f::....cP::....::e=r~s~o=n=a=l=-=i~t~y-=a~n=d=--=S~o~c~i=a=l=-~P~s~y~c=h~o~l=-=o~g~y,
±_, 378-384.
Kotzsch, R.
(1989, May). The blackboard paradise.
West, pp. 69-72, 98-101.

East

Ladd, G. W., & Price, J. M.
(1987). Predicting children's
social and school adjustment following the transition
from preschool to kindergarten. Child Development, 2.§_,
1168-1189.
Lazar, I., & Darlington, R.
(1982). Lasting effects
of early education: A report from the Consortium for
Longitudinal Studies. Monograph of the Society for
Research in Child Development, Q ( 2 & 3) .

50
LeShan, E. J.
(1967). The conspiracy against childhood.
Atheneum, NY: H. Wolff.
MacCoby, E. E., & Zellnor, M.
(1970). The Bank Street
program. Experiments in primary education. New York:
Jovanovich.
Mayfield, M. I.
(1980, March). Orientation and transitions:
A survey of kindergarten and primary programs in Greater
Victoria School District No. 61. Bethesda, MD: British
Columbia Commission on Education.
McNassor, D.
(1965). Reflections on childhood identitv and
the school. Prevention of failure. Washington, DC:·
National Education Association, Department of Elementary
Kindergarten, Nursery Education.
Nathan, J.
(1990, November).
Implementing the national
education goals. Princioal, pp. 29-31.
National Joint Committee on Learning Disabilities.
(1982,
February 21). Issues in the delivery of educational
services to individuals with learning disabilities.
Learning Disabilities Quarterly, ~(1), 42-44.
Ornstein, A. C.
(1983, May-June). Do teachers make a
difference? Childhood Education, ~(5), 342-350.
Purkey, W.W.
(1970).
Growth of the self.

The self and academic performance.
Englewood Cliffs, NJ: Prentice-Hall.

Reynolds, A. J.
(1989, April 27-31). A structural model of
first-grade outcomes for an urban, low socioeconomic
black population. Paper presented at the annual meeting
of the American Educational Research Association,
San Francisco, CA.
Schimmels, C.
(1990, May-June). One step back, two steps
forward. Christian Parenting Today, pp. 45-49.
Shanker, A.
(1990). A proposal for using incentives to
restructure our public schools. Phi Delta Kappan, 21.,
345-357.
Shultz, E.W., & Heuchert, C. M.
(1983). Stress and
distress in school. Child stress and the school
experience. New York: Human Sciences Press.
Soussignan, R., Koch, P., & Montagner, H.
(1988).
Behavioral and cardio-vascular changes in children
moving from kindergarten to primary school. Journal of
Child Psychology, 3-2_, 321-333.

51
Thousand, J. s., & Villa, R. A.
(1989). Accommodating for
greater student variance in local schools. Paper
presented at the C.E.C. Convention, San Francisco, CA.
Timar, T.
(1989). The politics of school restucturing.
Phi Delta Kappan, 2!, 265-275.
Wang, M., Reynolds, c., & Walberg, H.
(1986, September).
Reflections in research and practice in special education:
A case of disjointedness. Educational Leadership, _!!(1),
290-291.
Ward Lock Educational.
(1968). Family grouping in the
primary school. United Kingdom: Author.
Will, M.
(1987, May). Educating children with learning
problems: A shared responsibility. Journal of Learning
Disabilities, IQ.(5), 289-290.
Young, T. W.
(1990). Public alternative education. New
York: Teacher's College Press, Columbia University.

APPENDIX A
MEASURES USED

52

53
Cover Letter to Teachers

April 1991

Dear Colleague:
During the course of restructuring, many schools have
adopted a model of education I will refer to as the Class
Continuance Model.

It is defined as:

"the purposeful

maintenance of a same-age group of students and a single
teacher for a period of 2 or more years."
As a Master's Candidate at Central Washington University,
I am pursuing a study of the Class Continuance Model as my
project.

One vital element of my research will be the

opinions of teachers such as you who are working "in the
trenches of education" using a Class Continuance Model.
Attached is a brief questionnaire.

I would greatly

appreciate it if you could take a few minutes to fill it
out and return i t to me.

In return, I will be happy to

send you the results of my project if you are interested.
Make a note to that effect on the bottom of your questionnaire.
Thank you so much for sharing.

Georgann Howie
First-Grade Teacher
John Campbell Elementary
Selah, WA 98942
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Class Continuance Model
Teacher Questionnaire
1.

Briefly describe your program.

2.

How long have you been using a Class Continuance Model?

3.

What age/grade levels are involved in your Class
Continuance Model?

4.

Why did you decide to develop and implement your Class
Continuance Model?

5.

What was involved in initiating your Class Continuance
Model:
What assistance did you receive at the school level?
What external assistance did you receive?

6.

What have you observed are the strengths of this
model:
For the children?

For the parents?

For the teacher?

Other?
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7.

What have you observed are the weaknesses of this
model:
For the children?

For the parents?

For the teacher?
Other?
8.

What are the parents' views about the Class Continuance
Model?

9.

How has your district/board responded to the Class
Continuance Model?

10.

Do you see yourself continuing in a Class Continuance
Model?
What changes would you make and why?

11.

Will the Class Continuance Model expand to other
grade/age groups and teachers?

12.

Other comments:

Thank you very much!
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Cover Letter to Parents
May 6, 1991

Dear Parents:
As you are well aware, your child has been placed in
the same class during his/her first-grade and second-grade
years.

I am currently using this same practice with

kindergarten and first-grade children.

To determine if this

educational practice, termed a "class continuance model" has
been successful, I am conducting research and will be
reviewing many sources of data.

A very important source is

the thoughts and feelings of you, the parents.
a brief survey I would like you to fill out.
remain anonymous.

Attached is
The surveys will

Please fill out the survey, place it in

the stamped envelope that I have included, and mail it by
Monday, May 13, 1991.
Your participation is greatly appreciated!

Mrs. Georgann Howie
First-Grade Teacher
John Campbell Elementary
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Parent Survey
1.

What sex is your child?

___ boy

2.

What age is your child?

---·years old

3.

How do you perceive your child's educational performance?

---above
4.

___ average

___ below average

How do you perceive your child's self-esteem as being?

---very
5.

average

girl

strong

- - -adequate

- - -low

How do you perceive your child's ability to work
cooperatively with other students?

- - -above average

___average

- - -below average

6.

What do you see are the ADVANTAGES of the two-year
kindergarten through first-grade class continuance
practice for your child?

6b.

Are these ADVANTAGES in your opinion a result of:

- - -the class continuance practice

---the

teacher

---both

Comments:
7.

What do you see are the DISADVANTAGES of the two-year
kindergarten through first-grade class continuance
practice for your child?

7b.

Are these DISADVANTAGES in your opinion a result of:

- - -the class continuance practice
- - -the teacher
Comments:
8.

Other comments:

---both
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Child Rating Scale
Usually
No

Sometimes

Usually
Yes

1.

I behave in school • •

(N)

(S)

(Y)

2.

I get scared in school

(N)

(S)

(Y)

3.

I have many friends • •

(N)

(S)

(Y)

4.

I like to do school work

(N)

(S)

(Y)

5.

I bother classmates who are working.

(N)

(S)

(Y)

6.

I'm afraid of making mistakes.

(N)

(S)

(Y)

7.

My classmates tease me

(N)

(S)

(Y)

8.

I get bored in class .

(N)

(S)

(Y)

9.

I do what I'm supposed to do in school.

(N)

(S)

(Y)

10.

I worry about things at school

(N)

(S)

(Y)

11.

Other kids are mean to me

(N)

(S)

(Y)

12.

School is fun.

(N)

(S)

(Y)

13.

I get in trouble in class.

{N)

(S)

(Y)

14.

My feelings get hurt easily.

(N)

(S)

(Y)

15.

My classmates like me • . .

(N)

(S)

(Y)

16.

I like to answer questions in class.

(N)

(S)

(Y)

17.

I follow class rules .

(N)

(S)

(Y)

18.

I'm nervous at school.

(N)

(S)

(Y)

19.

Other kids choose me last for games.

(N)

(S)

(Y)

20.

I hate school . • . .

(N)

(S)

(Y)

21.

I call other students names.

(N)

(S)

(Y)

22.

I feel like crying at school

(N)

(S)

(Y)

23.

I make friends easily . . • .

{N)

(S)

(Y)

24.

I get tired of going to school

(N)

(S)

(Y)
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Child Rating Scale Profile

Student
Name._ _ _ _ _ _ _ _ _ _ _ _ _ __

Profile for: Suburban Female (n=l072)
School

Teacher

-------------

Initial Eval. Date:_/_/_

-------------Associate
-------------

Final Evaluation Date: _ / _ / _

Percentiles
5

10

20 30 40 50 60 70 80

90

95

98 99

I I I

I

I I I I I I I

I

I

I I

1

2

Rule Compliance
Acting Out 6-12-13-14-15 16----17------------- ------------18
Anxiety/
Withdrawal 18-16----14-13 -12--11-10---9---8--- 7------------6

I

Peer Social
6-8--10-ll-12--13--14--15----16---11------------18
Skills
School
Interest

6--8--9-10--ll-12----14--15---16--17------------18

I I I

1

2

5

I II I I I I I I I I

10

20 30 40 50 60 70 80

90

I

95

I I

98 99

Score
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Child Rating Scale Profile

Student
Name

"---------------

Profile for: Suburban Male (n=l096)

Student ID

School_ _ _ _ _ _ _ _ _ _ _ _ __

Teacher

Associate

Initial Eval. Date: _ / _ / _

Final Evaluation D a t e : _ / _ / _

------------

-------------

------------

Percentiles
5

10

20 30 40 50 60 70 80

90

95

98 99

I I I

I

I I I I I I I

I

I

I I

1

2

Score

Rule Compliance
Acting Out 6-11---12-13- 14-15---16---17------ ------------18 _ __
Anxiety/
Withdrawal 18-16--14-13--12-ll-10--9----8---7-- -------------6 _ __
Peer Social
Skills
6---8-9---ll-12-13--14--15----16---17-----------18
School
Interest

6----7---8--9 -10-ll-12-13-14-15-16 --17--------18

1

I I

2

5

10

I

I I

20 30 40 50 60 70 80

I

90

I

95

I I

98 99

---
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Notification to Parents

April 25, 1990

Dear Afternoon Kindergarten Parents
(Mrs. Howie's room):
Mrs. Howie will teach first grade in her present classroom
next year. Her current afternoon kindergarten class will
move to the first grade with her. This means your child
will be assigned to Mrs. Howie's first-grade class next
year.
If you have any questions or concerns, please call David
Addicott, our school counselor, or _me at
.
Sincerely,

Don Martin
Principal

Please note: A telephone number was redacted from this page due to privacy concerns.

